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INTRODUCTION

Th}s paper presents several of our ideas regarding the

Eneréy, here, is defined as ‘a sense of vitality, arousal, .and

activeness, and energizing is the process by which this. sense is

We -are aware of evidence which'indicates that-arousél R
activity ‘and participation 1nfluence persons toward such "good"
consequences as lncreased learnlng, hlgh levels of psychologlcal

and physical well-being, fulfilling 1nterpersonal relationships,
and hlgh work product1v1ty (:3, 8, 9, 19) . ‘The existence‘of these
flndlngs would aurely seem to justify the relegatlon of focused
attention on such guestions as. What factors must be present in
order -to create the energizing experience? What must be done in

order to facilitate the induction of these factors? What are the

is in the midst of an énergizing experience?

Even without the foregoing rationale for exploring the nature
of éhergy~induction}vthe ever-occurring question of legders of
groups and teachers of classes -- "How can I get persoﬁs to
participaﬁe more?"--is, forus, a. sufficient souﬁce of buzzlement to

Aaptdre our theoretical, research; and p}actital iﬁterésts. Since
&uch of our own effort is directed toward |the teaghing_gf adults,
we wish to focus our discussion oh‘the induction of energy-into

the adult classroom.
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Theory

‘Our own experience as providers and consumers of energizing
moments in the classroom and our acquaintance with relevant social
psychologlcal literature strongly adV1ses us that there is ‘an array
of 1nterdependent factors, condltlons, of characterlstlcs which,
as they are experienced, determlne the extent of energy or vitality
that arises within the class member. Further, we make the seemingly

absurd assumptlon that this is true regardless of the subject matter-

-being studied and the partlcular class members involved. Thus, we

view these condltlons as unlversally essentlal to the energlzlng
of any member 1n any’ adult classroom. The member extracts some
of these condltlons from (1) the socio- emotlonal environment -
within. the classroom Others, the member extracts from (2). his
engagement in learning %asks Figure 1. portrays the energizing
experience -as being comprlsed of ten conditions of enV1ronment

and four conditions of the learning task,and 1dent1f1es the

- positions and general nature of 1nstrmctor behavioral input and

student output.

1. Soc1o emotlonal enV1ronment

What follows now is .an attempt to descrlbe each of the
~conditions of environment. These conditions can be lelded 1nto
" two subsets. One subset is concerned primarily w1th (a) the class
member's prehension of the. act1v1ty in which he will be part1c1
pating. The second subset is composed of elements related to
(b) the member’s perceptlons of the 1n+erpersonal relatlonshlps

‘associated with the activity. \

a. Prehension of the act1v1tz

As we 1nd1cated above, one major category of varlables 1s
concerned primarily with the activity itself.  Four elements are

included in thisvcategory: The expectations of the class member,

. uncertainty of the outcome, optimism about the outcome and a sense

\

of direction.
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Expectation of vital experience, An important element of

any energizing experience .is the expectation that the activity

" will be relevant and ‘important to the participant -- that is, the

partioipant is perceiving the situation as crucial to his intellectual
or affective developrment. 1In this.sense, the activity is perceived
as having face validity. Thus, there is an expectation or a set

on the part of the class members that both the process and‘the

‘ resultant outcomes of the activity are,nearFindispensable toward
the meeting of their needs. One class member recently:brought this

phenomenon’ into bold relief by saying, "At this moment I have a

trembling awareness that I'm about to disconfirm a belief which I've
always:held to be true." '

#

Uncertainty of outcome. A csecond element of this subset is

cornicerned with the pexceived uncertainty of the outcome. The class

member is unsure of what the outcome of the situation will be and

' cannot anticipate or predict the end resu;t‘/ it will come as a

=urpr1se or d1scovery. ' < : : e

This element, as well as the .expectation of vital experlence, )

~was illustrated recently when one of us designed a class session

to demonstrate the use of the leaderless group discussion pro--

cedure as a means for selectlng supervisory personnel. Five class

members volunteered to participate in the leaderless d1scuss1on, . -

_whllc the remainder took the. roles of assessors of supervisory’

tralts of the discussion part1c1pants Although the participants
had -a discussion toplc and the assessors were prov1ded general

d1mens1ons for observation, no one knew precisely what would occur

- or what the outcomes would be. At the conclus1on of the sess1on, -

both the leaderless dlscuss1on participants and the trait assessors
spontaneously expressed the feeling that they were "sitting on the{
edge of their chairs caught up in’ the experlence, and not knOW1ng

what was going to happen next."

Optrmlsm about the outcome. Although the class member is
uncertain as to ‘cutcome, he- does feel the end result will be

pos1t1ve and valuable to him. 1In a broad sense, he feels that the

‘net result will be of relevance to him and will meet hlS general

expectations. Although anx1ety_and uncertainty may be‘evoked

5.




because of the activity and the possible outcomes which could
‘occur, the member believes that the outcome will be valuable to.
him. The . member does not perceive the consequences of the”
activity nor the setting in which the consequences will occur in

malevolent overtones.

- Sense of direction. Anothei element which we suggest should

be included 1n this subset also pertains to the member's grasp .of
the activity. It is.important,that the -class members‘perceive-

a sense of direction. “The members view the activity as one that

— B —

does not have Specified objectives, but has sufficient purpose
-and goal imagery to prOVide direction. There is a means and end
to the actiVity Even though the end is unclear, it is perceived
by the members as one that will provide an opportunity for'each
to satisfy his. needs and meet'his general expectations. In our
' classroom experiences, we hkave heard this sense of direction "
"verbalized when a member‘has said, "I'm not exactly certain where
this discuss10n Wlll take us, but I have the strong feeling that

we are mOVing in a right direction."

\;;;//Ré%ard from experiencing;the experience.. This condition - exists

for the class member when the major source of positiue feeling

which he extracts from a learning ekperience is the pleasure or - ..
excitement of being within it. 'Thus, the content studied,.methods
fwh ' . employed, achievement of objectives, persons present,. or gifts '
: 'bestowed are not cited separately as the sources of- reward " Instead, .
the sense of being in tough With a stream of vitai, undifferentiated
experience is: identified as the major positiveness and source of

_,motivation for a s1milar future experience. It is possible for

“*

persons te move through a learning experience and yet'not
consc13Usly experience/the experience they moved through An
example which comes. to mind is a recePt episode in which class

hgh

| members were struggling to sharpen thkir listening skills thro
tedious practice and feedback from each other. Some menbers
.emerged from that activity with pos1t1ve feeling about their end °

‘.achievements but negativeness about the exhausting experience.

s
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Others c1ted ‘with equal pos1t1veness the skllls acqulred and
‘an-rexcitement of being participants in and ‘1tness tQ the array

of actions as they unfolded. Many persons are deprlved of this
source of reward. For class.members to know \and use'this source of
reward "apparently necessitates the ellmlnatlom or reductLon ‘0of the
usual rewards in classroom learnlng and the freelng of students
from both concerns about spec1f1ed achlevement and editing their
behaviors and thoughts.

b. Perception of Interpersonal Relationships

A second set of varlables is concerned with 1nterpersonal
“dynamics. In an energizing experlence it is of fundamental -
1mportance that the interpersonal facet of it be recognlzed The
'varlables we have 1dent1f1ed are 1nfluenced by the perceptions and

behaviors of the class members as they interact with each other.

Legitimacy of ignorance. The participant'feels that being

~unfamiliar with the ‘content or’material is an acceptable situation.

This feeling is nothlimited to the class member-instructor
relationship; it also includes the relationships between members.
In other words, it is okay to be unacqualnted w1th the affectlve
or cognltlve 1nformatlon being discussed and, further, it is
acceptable to display one's ignorance. Hence, 1gnorance is not
deprecated and the class member is not punlshed by others within
‘the classroom. Further, the possession of ignorance on an issue
._may even be viewed as a state of being that allows the possessor to
have a perspectlve of the issue whlch 1s unlque, and of spec1al
resource to thf class. - We have experlenced the manifestation of
this condition'\when, in the mldst of a sophlstlcated discussion
N : of a complex tﬁeoretlcal construct a less-informed class member
raises a profoundly s1mple question, which suddenly calls everyone's
" attention to the-central,~basic issue.and.brings a shared clarity

1}

to the exploration.




Commitment to. the best.‘ Another 1mportan¢ varlable which in-

.fluences the emergence of an energiZing experience is the class
‘;member 3 commitment to theée importance of each person, receiv1ng
maXimum benefit. In this respect the commitment is not limited
to a concern and des1re for the maximum benefit for Just one's
self. Rather,.the member is ‘concerned about the best for. others
involved in the~activity ds well and perceives. himself as parti-
cipating in an activy that will prove to,berbeneficial for 'all who
vparticipate,r As a conseqdence, the member senses attitudes and
behaviors7among fellow participants that.they too are interested
in the best’for him. There is no vindictiveness or bitterness

evidenced by the members as they interact with each other.

Valuing the person. When a class member feels\accepted,apart
from his skills or status and when he senses the éenuine interest
‘"of others in him, as a human entity, then he is very likely ex- '

. periencing the condition of his, person being valued for its own
sake, Immediately follow1ng an energizing experienc we have °©
seen class members turn to their peers and express deep appreciation
for allowing them to be precisely what they are, peculiarities and
all. A relationship seems to exist bet&een_the class memhérs that
suggests thateach is perceived and appreciated as an inherently
worthyindividual regardless of his qualifications. There is,

at least for moments in time, an unconditionalvpositive_regard for

~each other.

Respect for competency in role Closely related to the sense

of freedom derlved from being one's self is the feeling of llber—\
ation produced by being respected and accepted as a competent

class member, student, or learner. Tt is‘important that there be
little need for the member to justify his legltimacy for being in \
the class. . He is there and that.is enough. Neither instructor f'g
nor fellow class members challenge the- individual's admission, - _vk

~appearance, or participation in‘the class. In this respect, the

individual member is not .asked to present his credentials in




order to-validate.his'participation, and to some degree certain
qual;ties of expertness are ascribed to each meitber. = Members

experience equality;in~their role relationships with each other.

" Awareness of the presence of others. -We have heard class

menmbers descrlbe a sense of self-~- arousal ‘by their sudden realization
’of thelr being 1n the midst of either a clear or hazy surroundlng

of other persons. Sometimes this has been descrlbed as an exper=-
ience of pressure to act, other times as an excitement oVer‘the
~possibility of experiencing a.precious moment of multiple human
contact; and.still other times as a sea of immediate resources for
intellectual dnd ‘emotional support and stimulation. The exper-
'iencing of‘this'condition is the opposite of'feeiing isolated,
'psychologicaﬂydistant, and having an impression of a mutually

limited view between self and other. Some class members have

described this as an illusion of overlappingness with othefs. ' -
. . . " / " "7

2. Learning Task. ‘ : . - | o

Still referring to Figure 1, the following is an attempt to
describe each of the conditions of the learning task. Once again,
these are conditions within the realm of our own limited experlence

and 1t is not our 1ntent to 1mply completeness

Dilemma. For this condition to be activated, the class member

feels himself in the midst of choice between alternatives, each.of

which has consequences that affect him in some personal way . \The

alternatives may surface unresolved value conflicts, raise value.

resolutions from a state of complacency to a state of reconsideration

and tension, rotate an issue to a previously unconsidered perspectlve,
©re- open d solved or lald -aside problem by  a redefinition of it or &»

an introduction of new data. b
self-disclosure. -This condition "happens"‘for a class member

when he unveils,_makes manifest, shows, or opens to the view of
others selected or unselected aspects of his self. The immediately
foregoing use of "his self" rather than- "himself" deflnes the self

as an object in the possess1on of the member.whlch 1f revealed,

9 | S /
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can become observable to the member and to others The disclosure
of self to ‘others may occur through a varlety of direct and 1n—
direct means and may result in feellngs of exposure, contact, or
Jvulnerability Dlsclosure by one member has the potentlal of
stlmulatlng further d1sclosures by others. As well as self-
disclosing to others, a member may experlence h1s own’ 1nternal
self—dlsclosure as some act or-thought reveals a new aspect of his
self to him or allows him to gain a new perspective on some pre-
viously revaled aspects of self. 1In a sense, one's internal
self-disclosure _or diSclosure of self to others providesiaﬂ

helghtened moment of conflrmatlon of one's ex1stence..

RlSk For this condition to be actuallzed for the: class
. - Imember, he must take an action in the publlc setting of the
classroom -- an actlon which he perce ives as hav1ng potentlal'
threat to the maintenance of self and soc1al esteem. Actions
which have no. threat potentlal for the member, are not viewed here
as rlSk Selfr dlsCLosure as described above can be a risk- taklng
act dependlng on the nature jof both the d1sclosure and the

recipients of the disclosure-

- o Feedbadk. This condition comes into existence for a class
member when -he receives informationfabout his thinking,.feeling,<
or behaving-from others in the~classroom through either direct
or indirect, casualvor'purposely planned procedures. -The infor-

\ 'mation may be confirming or diSconfirming of his-prior beliefs,
and pleas1ng or unpleasing to receive. The reception of a feedbackh
message as 1t was fully 1ntended by the glver often involves a
face-to- face contact between glver and reciever.

Our theory ‘about the creatgon of the energlzlng experlence

is summed up in the Eollow1ng f rmulatlon in whlch the Energlzlng

'Experlence is a functlon .of the Task factors of, dllemma (d), self-
d1sclosure (s), rlsk (ri) , and feedback (f), times the Environment

factors of expectatlon (e) of vital experlence, uncertalnty (u)

of outcome, optimism (o) about outcome, sense ‘(s) of d1rectlon,

\
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reward (re) from experiencing the experience, legitimagx'flj_éf"*

ignorance; commitment (cY to the‘best, valuing (v) the person,
resEect (r) for competency'in role, and awareness (a) of the
presence of other;(/l ’

i
e

"EE f T x E.
where T = (d,s,ri,f) and E = (e,u,o,s,re,l;c,v,r,g)
and thus, : S ' B LT

. -
EE £ (d,s8,ri,f) x (e,u,o0,s,re,l,c,v,r,K)

T

We are uncertain about the hature of £ and the particular nature
of the relationships betweeh each of the factors within the

domain of T and the domain of E. ' o
) S _ : _
Some Implications for \Teaching Behavior & Practice

\ RO

As portrayed in Figure l( the instructor is

Y -
‘he major source

of 1nfluence 1d the fac111tatlon of ‘an energlzlng,experlence for

class members It appears to us that the.instructor has a multi-

variate impact on the extent to Wthh certain conéltlons exist

whlch in turn, 1nterface w1éh the student's experlenc1ng of

energy The. meesage of the instructor's presentatlon of self and
presentatlon of learning task has several sources[ Two sources of

the instructor'’ ﬁ presentation of self are the 1nstructor s beliefs
about the nature of the person,‘lnterpersonal relatlonshlps,.
teachlng, and learning; and the instructor’'s behav1or in the
olassroom_settlng. The beliefs which we view as hav1ng a. determlnlstlc

type of linkage to the essential conditions.for energy are:

1) that the basic, core, or root purpose for which persons
enter and engage in relatlons\lps with others is is to

confirm their own existence a d to valldate the goodness

of their contrlbutlon during it. The perceptual conse-

quence of this belief is that of viewing all efforts of

the student as the student’ s beet-ofathe—moment attempt

|
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. to generate evidence toward a presence rather than an

absence of being and a/posltlveness rather than negative-

-ness of social value durlng that~presence.

2) that persons do not res1stiactlon or change; they'seek it
_as part of their 1nherent nature. What persons do re31st
are expected consequences "which w1ll dlmlnlSh their self
or soc1al esteem. The behavioral conse?BeDCes Of,thrﬁ ‘
belief for. the instructor ;s that of heing assertive at
promoting, simultan ».usly, an activeness of the student
xand a reallzatlon by the student of the student's own
ApoWer to decide whether or not and how to act
The 1nstructlonal behav1ors Wthh we . v1ew as influencing’ /
the exteﬂt to which conditions £&r energy are present are those
wh1ch can be class1%1ed as belng

)

1) supportively ‘invitational. These'take the form of verbal

: o , : |
;- and nonﬁverbal manifestations which carry content and
message character that reach out and warmly solicit the
student's 1nvolvement They increase the llkellhOOd of

approach and decrease the llkellhood of avoidance.

2) non1ntrus1vely encouraging. These, ‘again, are verbai and
non-verbal communications whlch beckon the student toward
participation‘and, almost at the same time, allow ‘for,
clarify options of, and unconditionally respect the student's
deb1s10n to take part or not. They increase the likelihood
of class ‘members not belng overly threatehed by the- poten~’

-

tlal consequences of their own paRSlClpatlah

'3) authentically selffsharing. This means that the instructor

'is not acting ‘a selif or is not engaging in a conscious
effort to present his self but, instead, has entered
into a stream of collaboratlve adventure and exploration

with class members. This does not mean that the instructor

is fully disclosing of all his thoughts and teellngs.at all

—-—
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‘moments. It is intended to mean that the instructor has
enough coqurt'with the state of his_presenoe——whatever,ft-
may be--that he'doesnft feel the need to manipulate its
R | " nature to fit thg‘expectations he perceives members having
/ of. him. .

4) non-defensively vital.' This classification includes

behaviors which dembnstrate a personal comfort with un-
.;E certalnty and confllct ong01ng commitment to explore

B N _ . ‘unturned issues4 and a perseverance to pursue +the. task to

[ " the "bitter end. -/ K g

/- C 3 ‘

There are several awarenesses and skills involved in the

instructor s presentation and facilitation of a learnlng task whlcn

we view as being highly influential on the extent to which the-

it

:;f”task will actually be energy-inducing. Two of-theSe‘awarenesses

are: '. . e _ » e +

l) conSCrousness of the ex1stence of communic¢ation nuances. - ¢

~ . - This refers to the possess1on of .a knowledge and imagery

7y

of the partlal and 1nd1rect express1ons of. thought feellna,
*and behavior wa1ch carry .some type of intent'or meaning’

by the sender of the express1on. These messages and meta-
messages are usually outs1dé§§he conceptlon of reality-

of most’ persons and pass as non- phenomena in the inter-

actlons between class members.

2) consc1ousness of the 1mpact of proxemlc factors on thought,,

feeling, and behavior.’ ThlS refers to a knowledge and

¥

1mager{ of the- functlon of ace and position in human
intera ion, and an awareness tna the immedlate environment lis a source
of 'message and metahmessage to persons who exist within

s . N
. . < ‘ . -
' o . 1 t s . TN ‘ . -
' . L N . v
- R . \\ v, '
“ »

Five of the presentation and facilita ion skills which we .

suggest as being determiners of the enefgy\rpduction conseguences

of a task are: - : , : : R

=




‘ - ” } . 12 . 'W B . ) ‘ ) §

1) stating Eiearvand logically limited requests for parti-
cipation. " When’ this. occurs, the class member has concrete
imagery of the task at hand and does not experience in- : &

struction overload

-

2) non—distortive,'reflective listening. When the instructor
N can lay out, in\bold relief' at a moment in time, for'all
to. consensuallj hear, a member s contribution -- then ‘
the full impact or ‘the member's presence and the feedback //
of that exper: ence of presence upon the member can serve /
to affirm the’member s perception of his existence and its, /

importance in the group.

3) interpersOnal and satuational'scanning acuity. This
v } heightened awareness of‘mainly non—verbal cues allows
the instructor to surface aspirations, needs, perspectives,
' feelings, and puzzlements which are w1thholdingly seeking v

express131.

4) setting spatial, pos1tional, and artifactual arrangements
which reduce ecological constraints to interaction and,
communication. i This takes the form of either managing
or facilitating the deployment of chairs, tables, equ1p—’

N ) ment, and materials and the levells of sound within -the

. 1
immediate scene of experience. 2 o !

5) faCilitating the focused gathering of learnings. Moti—
vation to continue involvement has some dependence upon:
the extractien of time~to<~time- ins1ghts from Situationally _
developmental interactions. .- This.also.wOuld appear to
contribute to members' optimism-about eventual outcome of
experience and provide a ‘dense of constructiveﬁmoment.

pes

The impllcations for teachi?g behaVior and practice which we

have cons/dered to thls point, spring mainly from ‘the socio-emotional -

env1ronment component of our theory. These. implications have been

.framed//n,terms of instructor beliefs, behaviors, awarenesses,

.and skills. The implications which emerge from the learning task . ;

4
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component of our theory seem more relevant to the characteristics
of the learning task or tasks presented by the instructor. The
direct implications for the tasks are that they are most likely
- t6 be energizing if they are cast w1thin a deSign which promotes
the facing of dilemmas, the' taking of risks, the rece1v1ng of
feedback and the disclosure of personally meaningful'information:m
by class members. A wide variety of such designs for participative
classroom learning of concepts, skills, and attitudes in the social
~and communcation sciencesihave.been published and are available to
interested instructors ( 12 V). |

The External and Internal Nature of Becoming. and Beinngnergized

It would seem that the external, .behavioral manifestations-of

being energized are amenable to observation and coding. There may “ -

already exist components of a taxonomy of behaviors indioatiye of.
energy,‘and it may even be possible to rank these behaviors so as.
to indicate what: quantity of- internally experienced energy is
at the source of each behavior. ‘

‘'On the other hand it is possible that there may not .be any
“external behaViors which carry the truly same or Similar meaning
of the nature, quality, or quantity. of internally exnerienced
energy for all persons The external,lbehaVioral expreSSion of
- internally experienced energy may turn out to be a more idio-
syné€ratic than universal phenomenon.- Also, in- asking people to
fdescribe their 'internal energy experiences, it is possible that
words which are presently available and their established meanings,‘
which are an extra organism ‘issue, are as yet inadequate, to the task
" of un1versal.express1on of. common experiences of energy which are
' an'intra~organism issue. Further, the possibility exists that
external express10ns of- energy experiences are so cultura}ly bound,
that culture—free terms need to be created forithe communication-
of universal meanings. All this is to say that new words or new ’

oonstellations.of.currently’available words may need to-be invented

for the valid. and reliable, universal, external expression of in-~
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. ternally experienced energy. We would not agree with the somtimes )
proposed position that attempts to translate‘BOQily sensations of
an affective order into caognitions do, by their ;ery nature,-a kind . | -
of violence to the sensations.f We believe that sufficient congruency
©5n exist between body and mind for thelatter to adequately
translate phenomena.within the former. Whatever the case, it is
clear to us that the. ass1gnment of 1nternal meanlngs to external
behaviors is, at its best/ 1nferent1al and problematlc.

Beyond th1svproblem “of external expression of interpal events;

the specific nature of the internal happening of eneréy and its

intermal physical. or meta- phys1cal locatlons are mysterles to us. - "
We are perplexed over the nature and locatlon of thé 1nternal
___;_,"lmlhappenlngs of energy when class members make such statements as:
"I was touched ‘deeply by that experience "I was deeply moved";
"I felt somethlng 1mportant going on 1ns1de myself. ' ~
We are puzzled ‘over what fragments of a designed activity or
moment of interaction are the stimuli for being. "touched" internally,
but . we, belleve that the ‘experience of belng energized. in the’ class-
"room has a beginning or rise at the moment of impact of some .
minimulm amounts®of the several factors designated in our: theory
and a 'decline or an ending‘at the reduction of the amounts of
»these factors. - We have almost no idea about how these factor n
inter-relate and what the 1nter—*elatlonsh1p requlrements are at the
-moment cof .their productlon of an ener9121ng experlence.
- The ‘abundance of uncertainty -and unclarlty whlch surrounds
the testlng of the theory proposed here has at least three effects
upon us:: we are overwhelmed with the complexity. of the task;
fascinated by the poss1b111ty of _discovering or creating nﬁw con-
ceptspsuch as newilnternal psycbologlcal domains of the person that
are the receivers of touch and transformers of touch, 1ntojenergy,
and amused at the poss1b111ty of f1nd1ng that.it was all\bust a
: beautiful fantasy-w1th no relatlonshlp to reallty L /
.In an effort to brlng some order to the elements a d issues’
1nvolved in testlng the theory, Flgure 2 is presented aZ an illus-
tratlon of the sequence of these elements and the issues. whlch are -
b ;

= . ' o
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IMPLICATION

14 a -

BOUNDARIES OF THE THEORY

What moments of What fragments of
.member interaction. learning tasks ;
serve as stimuli serve 'as stimuli x What the
AN \\ f specific nature
- ’ of it is
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FIG. 2. Schematic Hm@Hmmmbﬁmeos of a sequence of elements involved
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in testing the theory and exploring associated issues
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associated with them. Our current thinking about where to begih
in testing the theory is initially very simplistic and informal.

We plan to try very brlef, potentlally energlzlng,lnstructlonal

tasks with small classe of adults whlle collectlng self—report,'

'1nstrumented, and ‘observational 1nformatlon——fa01ng each 1ssue
as it arises in the. sequen%e.

The llterature Vhlch focuses on the relatlonshlps between
concepts in our theo\y and between concepts- and energy.appears,-
very limited.. An. ‘ERI search with twenty-nine. descriptors, in
documents published oyer the East 5 years, y1elded nine relevant

items. These nine items are among those llsted under References

at the end of this paper. ' o - ‘\
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